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The Daily Grind

PHILIP W. JACKSON

ON A TYPICAL WEEKDAY MORNING BETWEEN SEPTEMBER and June some 35 million
Americans kiss their loved ones goodby, pick up their lunch pails and books, and leave to
spend their day in that collection of enclosures (totalling about one million) known as cle-
mentary school classrooms. This massive exodus from home to school is accomplished
with a minimum of fuss and bother. Few tears are shed (except perhaps by the very
youngest) and few cheers are raised. The school attendance of children is such a common
experience in our society that those of us who watch them go hardly pause to consider
what happens to them when they get there. Of course our indifference disappears occa-
sionally. When something goes wrong or when we have been notified of his remarkable
achievement, we might ponder, for a moment at least, the meaning of the experience for
the child in question, but most of the time we simply note that our Johnny is on his way to
school, and now, it is time for our second cup of coffee.

Parents are interested, to be sure, in how well Johnny does while there, and when he
comes trudging home they may ask him questions about what happened today or, more
generally, how things went. But both their questions and his answers typically focus on
the highlights of the school experiecnce—its unusual aspects—rather than on the mun-
dane and seemingly trivial events that filled the bulk of his school hours. Parents are inter-
ested, in other words, in the spice of school life rather than in its substance.

Teachers, too, are chiefly concerned with only a very narrow aspect of a youngster’s
school experience. They, too, are likely to focus on specific acts of misbehavior or accom-
plishment as representing what a particular student did in school today, even though the
acts in question occupied but a small fraction of the student’s time. Teachers, like parents,
seldom ponder the significance of the thousands of fleeting events that combine to form
the routine of the classroom.

Reprinted by permission of the publisher, from Philip W. Jackson, Life it Classrooms (New York:
Teachers College Press © 1990 by Teachers College, Columbia University. All rights reserved.),
pp- 3—11, 33-37. (Originally published 1968.)
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And the student himself is no less selective. Even if someone bothered to question him
about the minutiae of his school day, he would probably be unable to give a complete ac-
count of what he had done. For him, too, the day has been reduced in memory into a small
number of signal events—*“I got 100 on my spelling test,” “We went to gym,” “We had
music.” His spontaneous recall of detail is not much greater than that required to answer
our conventional questions.

This concentration on the highlights of school life is understandable from the stand-
point of human interest. A similar selection process operates when we inquire into or re-
count other types of daily activity. When we are asked about our trip down-town or our
day at the office we rarely bother describing the ride on the bus or the time spent in front of
the watercooler. Indeed, we are more likely to report that nothing happened than to cata-
logue the pedestrian actions that took place between home and return. Unless something
interesting occurred there is little purpose in talking about our experience.

Yet from the standpoint of giving shape and meaning to our lives these events about
which we rarely speak may be as important as those that hold our listener’s attention. Cer-
tainly they represent a much larger portion of our experience than do those about which
we talk. The daily routine, the “rat race,” and the infamous “old grind” may be brightened
from time to time by happenings that add color to an otherwise drab existence, but the
grayness of our daily lives has an abrasive potency of its own. Anthropologists understand
this fact better than do most other social scientists, and their field studies have taught us to
appreciate the cultural significance of the humdrum elements of human existence. This is
the lesson we must heed as we seek to understand life in elementary classrooms.

I
School is a place where tests are failed and passed, where amusing things happen, where
new insights are stumbled upon, and skills acquired. But it is also a place in which people

“sit, and listen, and wait, and raise their hands, and pass out paper, and stand in line, and

sharpen pencils, School is where we encounter both friends and foes, where imagination is
unleashed and misunderstanding brought to ground. But it is also a place in which yawns
are stifled and-initials scratched on desktops, where milk money is collected and recess
lines are formed. Both aspects of school life, the celebrated and the unnoticed, are familiar
to all of us, but the latter, if only because of its charagteristic ncglect, scems to deserve.more
attention than it has received to date fromthose'who are interested-in education.

In order to appreciate the significance of trivial classroom events it is necessary to con-
sider the frequency of their occurrence, the standardization of the school environment,
and the compulsory quality of daily attendance. We must recognize, in other words, that
children are in school for a long time, that the settings in which they perform are highly
uniform, and that they are there whether they want to be or not. Each of these three facts,
although seemingly obvious, deserves some elaboration, for each contributes to our un-
derstanding of how students feel about and cope with their school experience.

The amount of time children spend in school can be described with a fair amount of
quantitative precision, although the psychological significance of the numbers involved is
another matter entirely. In most states the school year legally comprises 180 days. A full
session on each of those days usually lasts about six hours (with a break for lunch), begin-
ning somewhere around nine o’clock in the morning and ending about three o’clock in the
afternoon. Thus, if a student never misses a day during the year, he spends a little more
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than one thousand hours under the care and tutelage of teachers. If he has attended
kindergarten and was reasonably regular in his attendance during the grades, he will have
logged a little more than seven thousand classroom hours by the time he is ready for junior
high school.

The magnitude of 7,000 hours spread over six or seven years of a child’s life is difficult to
comprehend. On the one hand, when placed beside the total number of hours the child has
lived during those years it is not very great—slightly more than one-tenth of his life during
the time in question, about one-third of his hours of sleep during that period. On the other
hand, aside from sleeping, and perhaps playing, there is no other activity that occupies as
much of the child’s time as that involved in attending school. Apart from the bedroom
(where he has his eyes closed most of the time) there is no single enclosure in which he
spends a longer time than he does in the classroom. From the age of six onward he is a
more familiar sight to his teacher than to his father, and possibly even to his mother.

Another way of estimating what all those hours in the classroom mean is to ask how
long it would take to accumulate them while engaged in some other familiar and recurring
activity. Church attendance provides an interesting comparison. In order to have had as
much time in church as a sixth grader has had in classrooms we would have to spend all
day at a religious gathering every Sunday for more than 24 years. Or, if we prefer our devo-
tion in smaller doses, we would have to attend a one-hour service every Sunday for 150
years before the inside of a church became as familiar to us as the inside of a school is to a
twelve-year-old.

The comparison with church attendance is dramatic, and perhaps overly so. But it does
make us stop and think about the possible significance of an otherwise meaningless num-
ber. Also, aside from the home and the school there is no physical setting in which people
of all ages congregate with as great a regularity as they do in church.

The translation of the child’s tenure in class into terms of weekly church attendance
serves a further purpose. It sets the stage for considering an important similarity between
the two institutions: school and church. The inhabitants of both are surrounded by a stable
and highly stylized environment. The fact of prolonged exposure in either setting increases
in its meaning as we begin to consider the elements of repetition, redundancy, and ritualis-
tic action that are experienced there.

A classroom, like a church auditorium, is rarely seen as being anything other than that
which it is. No one entering either place is likely to think that he is in a living room, or a
grocery store, or a train station. Even if he entered at midnight or at some other time when
the activities of the people would not give the function away, he would have no difficulty
understanding what was supposed to go on there. Even devoid of people, a church is a
church and a classroom, a classroom.

This is not to say, of course, that all classrooms are identical, anymore than all churches
are. Clearly there are differences, and sometimes very cxtreme ones, between any two set-
~ tings. One has only to think of the wooden benches and planked floor of the early Ameri-
can classroom as compared with the plastic chairs and tile flooring in today’s suburban
~+ schools. But the resemblance is still there despite the differences, and, more important,
during any particular historical period the differences are not that great. Also, whether the
- student moves from first to sixth grade on floors of vinyl tile or oiled wood, whether he
-spends his days in front of a black blackboard or a green one, is not as important as the fact
that the environment in which he spends these six or seven years is highly stable.
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In their efforts to make their classrooms more homelike, elementary school teachers
often spend considerable time fussing with the room’s decorations. Bulletin boards are
changed, new pictures are hung, and the scating arrangement is altered from circles to
rows and back again. But these are surface adjustments at best, resembling the work of the
inspired housewife who rearranges the living room furniture and changes the color of
the drapes in order to make the room more “interesting.” School bulletin boards may be
changed but they are never discarded, the scats may be rearranged but thirty of them are
there to stay, the teacher’s desk may have a new plant on it but there it sits, as ubiquitous as
the roll-down maps, the olive drab waste-basket, and the pencil sharpener on the window
ledge.

Even the odors of the classroom are fairly standardized. Schools may use different
brands of wax and cleaning fluid, but they all seem to contain similar ingredients, a sort of
universal smell which creates an aromatic background that permeates the entire building.
Added to this, in each classroom, is the slightly acrid scent of chalk dust and the faint hint
of fresh wood from the pencil shavings. In some rooms, especially at lunch time, there is
the familiar odor of orange peels and peanut butter sandwiches, a blend that mingles in the
late afternoon (following recess) with the delicate pungency of children’s perspiration. If a
person stumbled into a classroom blindfolded, his nose alone, if he used it carefully, would
tell him where he was.

All of these sights and smells become so familiar to students and teachers alike that they
exist dimly, on the periphery of awareness. Only when the classroom is encountered under
somewhat unusual circumstances, does it appear, for a moment, a strange place filled with
objects that command our attention. On these rare occasions when, for example, students
return to school in the evening, or in the summer when the halls ring with the hammers of
workmen, many features of the school environment that have merged into an undifferen-
tiated background for its daily inhabitants suddenly stand out in sharp relief. This experi-
ence, which obviously occurs in contexts other than the classroom, can only happen in
settings to which the viewer has become uncommonly habituated.

Not only is the classroom a relatively stable physical environment, it also provides a

_ fairly constant social context. Behind the same old desks sit the same old students, in front

of the familiar blackboard stands the familiar teacher. There are changes, to be sure—
some students come and go during the year and on a few mornings the children are
greeted at the door by a strange adult. But in most cases these events are sufficiently un-
common to create a flurry of excitement in the room. Moreover, in most elementary class-
rooms the social composition is not only stable, it is also physically arranged with
considerable regularity, Each student has an assigned seat and, under normal circum-
stances, that is where he is to be found. The practice of assigning seats makes it possible for
the teacher or a student to take attendance at a glance. A quick visual sweep is usually suffi-
cient to determine who is there and who is not. The ease with which this procedure is ac-
complished reveals more eloquently than do words how accustomed each member of the
class is to the presence of every other member.

An additional feature of the social atmosphere of elementary classrooms deserves at
least passing comment. There is a social intimacy in schools that is unmatched elsewhere
in our society. Buses and movie theaters may be more crowded than classrooms, but peo-
ple rarely stay in such densely populated settings for extended periods of time and while
there, they usually are not expected to concentrate on work or to interact with each other.
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Even factory workers are not clustered as close together as students in a standard class-
room. Indeed, imagine what would happen if a factory the size of a typical clementary
school contained three or four hundred adult workers. In all likelihood the unions would
not allow it. Only in schools do thirty or more people spend several hours each day literally
side by side. Once we leave the classroom we seldom again are required to have contact
with so many people for so long a time. This fact will become particularly relevant in a
later chapter in which we treat the social demands of life in school.

A final aspect of the constancy experienced by young students involves the ritualistic
and cyclic quality of the activities carried on in the classroom. The daily schedule, as an in-
stance, is commonly divided into definite periods during which specific subjects are to be
studied or specific activities engaged in. The content of the work surely changes from day
to day and from week to week, and in this sense there is considerable variety amid the con-
stancy. But spelling still comes after arithmetic on Tuesday morning, and when the teacher
says, “All right class, now take out your spellers,” his announcement comes as no surprise to
the students. Further, as they search in their desks for their spelling textbooks, the children
may not know what new words will be included in the day’s assignment, but they have a
fairly clear idea of what the next twenty minutes of class time will entail.

Despite the diversity of subject matter content, the identifiable forms of classroom ac-
tivity are not great in number. The labels: “seatwork,” “group discussion,” “teacher demon-
stration,” and “question-and-answer period” (which would include work “at the board”),
are sufficient to categorize most of the things that happen when class is in session. “Audio-
visual display,” “testing session,” and “games” might be added to the list, but in most ele-
mentary classrooms they occur rarely.

Each of these major activities are performed according to rather well-defined rules
which the students are expected to understand and obey—for example, no loud talking
during seatwork, do not interrupt someone clse during discussion, keep your eyes on your
own paper during tests, raise your hand if you have a question. Even in the early grades
these rules are so well understood by the students (if not completely internalized) that the
teacher has only to give very abbreviated signals (“Voices, class,” “Hands, please.”) when vi-
olations are perceived. In many classrooms a weekly time schedule is permanently posted
so that everyone can tell at a glance what will happen next.

Thus, when our young student enters school in the morning he is entering an environ-
ment with which he has become exceptionally familiar through prolonged exposure.
Moreover, it is a fairly stable environment—one in which the physical objects, social rela-
tions, and major activities remain much the same from day to day, week to week, and even,
in certain respects, from year to year. Life there resembles life in other contexts in some
ways, but not all. There is, in other words, a uniqueness to the student’s world. School, like
church and home, is someplace special. Look where you may, you will not find another
place quite like it.

There is an important fact about a student’s life that teachers and parents often prefer
not to talk about, at least not in front of students. This is the fact that young people have to
be in school, whether they want to be or not. In this regard students have something in
common with the members of two other of our social institutions that have involuntary
attendance: prisons and mental hospitals. The analogy, though dramatic, is not intended
to be shocking, and certainly there is no comparison between the unpleasantness of life for
inmates of our prisons and mental institutions, on the one hand, and the daily travails of a
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first or sccond grader, on the other. Yet the school child, like the incarcerated adult, is, in a
sense, a prisoner. He too must come to grips with the inevitability of his experience. He too
must develop strategies for dealing with the conflict that frequently arises between his nat-
ural desires and interests on the one hand and institutional expectations on the other. Sev-
cral of these strategies will be discussed in the chapters that follow. Here it is sufficient to
note that the thousands of hours spent in the highly stylized environment of the clemen-
tary classroom are not, in an ultimate sense, a matter of choice, even though some children
might prefer school to play. Many seven-year-olds skip happily to school, and as parents
and teachers we are glad they do, but we stand ready to enforce the attendance of those
who are more reluctant. And our vigilance does not go unnoticed by children.

In sum, classrooms are special places. The things that happen there and the ways in
which they happen combine to make these settings different from all others. This is not to
say, of course, that there is no similarity between what goes on in school and the students’
experiences elsewhere. Classrooms are indeed like homes and churches and hospital wards
in many important respects. But not in all.

The things that make schools different from other places are not only the paraphernalia
of learning and teaching and the educational content of the dialogues that take place there,
although these are the features that are usually singled out when we try to portray what life
in school is really like. It is true that nowhere else do we find blackboards and teachers and
textbooks in such abundance and nowhere else is so much time spent on reading, writing,
and arithmetic. But these obvious characteristics do not constitute all that is unique about
this environment. There are other features, much less obvious though equally om-
nipresent, that help to make up “the facts of life,” as it were, to which students must adapt.
From the standpoint of understanding the impact of school life on the student some
features of the classroom that are not immediately visible are fully as important as those
that are.

The characteristics of school life to which we now turn our attention are not commonly
mentioned by students, at least not directly, nor are they apparent to the casual observer.
Yet they are as real, in a sense, as the unfinished portrait of Washington that hangs above
the cloakroom door. They comprise three facts of life with which even the youngest stu-

‘dent must learn to deal and may be introduced by the key words: crowds, praise, and power.

Learning to live in a classroom involves,among other things, learning to live in a crowd.
This sifnplc truth has already beeri mentioned, but it requires greater elaboration. Most of
the things that are done in school are done with others, or at lcast in the presence of others,
and this fact has profound implications for determining the quality of a student’s life.

Of equal importance is the fact that schools are basically evaluative settings. The very
young student may be temporarily fooled by tests that are presented as games, but it does-
't take long before he begins to see through the subterfuge and comes to realize that
school, after all, is a serious business. It is not only what you do there but what others think
of what you do that is important. Adaptation to school life requires the student to become
used to living under the constant condition of having his words and deeds evaluated by
others.

School is also a place in which the division between the weak and the powerful is clearly
drawn. This may sound like a harsh way to describe the separation between teachers and
students, but it serves to emphasize a fact that is often overlooked, or touched upon gin-
gerly at best. Teachers are indeed more powerful than students, in the sense of having
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greater responsibility for giving shape to classroom events, and this sharp difference in au-
thority is another feature of school life with which students must learn how to deal.

In three major ways then—as members of crowds, as potential recipients of praise or
reproof, and as pawns of institutional authorities—students arc confronted with aspects
of reality that at least during their childhood years are relatively confined to the hours
spent in classrooms. Admittedly, similar conditions are encountered in other environ-
ments. Students, when they are not performing as such, must often find themselves lodged
within larger groups, serving as targets of praise or reproof, and being bossed around or
guided by persons in positions of higher authority. But these kinds of experiences are par-
ticularly frequent while school is in session and it is likely during this time that adaptive
strategies having relevance for other contexts and other life periods are developed.

In the sections of this chapter to follow, each of the three classroom qualities that have
been briefly mentioned will be described in greater detail. Particular emphasis will be
given to the manner in which students cope with these aspects of their daily lives. The goal
of this discussion, as in the preceding chapters, is to deepen our understanding of the pe-
culiar mark that school life makes on usall. . ..

A

As implied in the title of this chapter, the crowds, the praise, and the power that combine to
give a distinctive flavor to classroom life collectively form a hidden curriculum which each
student (and teacher) must master if he is to make his way satisfactorily through the
school. The demands created by these features of classroom life may be contrasted with the
academic demands—the “official” curriculum, so to speak—to which educators tradi-
tionally have paid the most attention. As might be expected, the two curriculums are re-
lated to each other in several important ways.

As has already been suggested in the discussion of praise in the classroom, the reward
system of the school is linked to success in both curriculums. Indeed, many of the rewards
and punishments that sound as if they are being dispensed on the basis of academic suc-
cess and failure are really more closely related to the mastery of the hidden curriculum.
Consider, as an instance, the common teaching practice of giving a student credit for try-
ing. What do teachers mean when they say a student tries to do his work? They mean, in
essence, that he complies with the procedural expectations of the institution. He does his
homework (though incorrectly), he raises his hand during class discussion (though he
usually comes up with the wrong answer), he keeps his nose in his book during free study
period (though he doesn’t turn the page very often). He is, in other words, a “model” stu-
dent, though not necessarily a good one.

It is difficult to imagine any of today’s teachers, particularly those in elementary
schools, failing a student who tries, even though his mastery of course content is slight. In-
deed, even at higher levels of education rewards sometimes go to the meek as well as the
mighty. It is certainly possible that many of our valedictorians and presidents of our honor
societies owe their success as much to institutional conformity as to intellectual prowess.
Although it offends our sensibilities to admit it, no doubt that bright-cyed little girl who
stands trembling before the principal on graduation day arrived there at least in part be-
cause she typed her weekly themes neatly and handed her homework in on time.

This manner of talking about educational affairs may sound cynical and may be
interpreted as a criticism of teachers or as an attempt to subvert the virtues of neatness,
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punctuality, and courteous conduct in general. But nothing of that kind is intended. The
point is simply that in schools, as in prisons, good behavior pays off.

Just as conformity to institutional expectations can lead to praise, so can the lack of it
lead to trouble. As a matter of fact, the relationship of the hidden curriculum to student
difficulties is even more striking than is its relationship to student success. As an instance,
consider the conditions leading to disciplinary action in the classroom. Why do teachers
scold students? Because the student has given a wrong answer? Because, try as he might, he
fails to grasp the intricacies of long division? Not usually. Rather, students are commonly
scolded for coming into the room late or for making too much noise or for not listening to
the teacher’s directions or for pushing while in line. The teacher’s wrath, in other words, is
more [requently triggered by violations of institutional regulations and routines than by
signs of his students’ intellectual deficiencies.

Even when we consider the more serious difficulties that clearly entail academic failure,
the demands of the hidden curriculum lurk in the background. When Johnny's parents are
called in to school because their son is not doing too well in arithmetic, what explanation is
given for their son’s poor performance? Typically, blame is placed on motivational defi-
ciencies in Johnny rather than on his intellectual shortcomings. The teacher may even go
so far as to say that Johnny is unmotivated during arithmetic period. But what does this
mean? It means, in essence, that Johnny does not even try. And not trying, as we have seen,
usually boils down to a failure to comply with institutional expectations, a failure to master
the hidden curriculum,

"Testmakers describe a person as “test-wise” when he has caught on to the tricks of test
construction sufficiently well to answer questions correctly even though he does not know
the material on which he is being examined. In the same way one might think of students
as becoming “school-wisc” or “teacher-wise” when they have discovered how to respond
with a minimum amount of pain and discomfort to the demands, both official and unoffi-
cial, of classroom life. Schools, like test items, have rules and traditions of their own that
can only be mastered through successive exposure. But with schools as with tests all stu-
dents are not equally adroit. All are asked to respond but not everyone catches on to the
rules of the game.

* If it is useful to think of there being two curriculums in the classroom, a natural ques-
tion to ask about the relationship between them is whether their joint mastery calls for
compatible or contradictory personal.qualitics. That is, do the same strengths that con-
tribute to intellectual achievement also contribute to the student’s success in conformity to
institutional expectations? This question likely has no definite answer, but it is thought-
provoking and even a brief consideration of it leads into a thicket of educational and psy-
chological issues.

It is probably safe to predict that general ability, or intelligence, would be an asset in
meeting all of the demands of school life, whether academic or institutional. The child’s
ability to understand causal relationships, as an instance, would seem to be of as much ser-
vice as he tries to come to grips with the rules and regulations of classroom life as when he
grapples with the rudiments of plant chemistry. His verbal fluency can be put to use as cas-
ily in “snowing” the teacher as in writing a short story. Thus, to the extent that the demands
of classroom life call for rational thought, the student with superior intellectual ability
would seem to be at an advantage.

But more than ability is involved in adapting to complex situations. Much also depends
upon attitudes, values, and life style—upon all those qualities commonly grouped under
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the terni: personality. When the contribution of personality to adaptive strategy is consid-
cred, the old adage of “the more, the better,” which works so well for general ability, does
not suffice. Personal qualities that are beneficial in one setting may be detrimental in an-
other. Indeed, even a single setting may make demands that call upon competing or con-
flicting tendencies in a person’s makeup.

We have already seen that many features of classroom life call for patience, at best, and
resignation, at worst. As he learns to live in school our student learns to subjugate his own
desires to the will of the teacher and to subdue his own actions in the interest of the com-
mon good. He learns to be passive and to acquiesce to the network of rules, regulations,
and routines in which he is embedded. He learns to tolerate petty frustrations and accept
the plans and policies of higher authorities, even when their rationale is unexplained and
their meaning unclear. Like the inhabitants of most other institutions, he learns how to
shrug and say, “That’s the way the ball bounces.”

But the personal qualities that play a role in intellectual mastery are very different from
those that characterize the Company Man. Curiosity, as an instance, that most fundamen-
tal of all scholarly traits, is of little value in responding to the demands of conformity. The
curious person typically engages in a kind of probing, poking, and exploring that is almost
antithetical to the attitude of the passive conformist. The scholar must develop the habit of
challenging authority and of questioning the value of tradition. He must insist on explana-
tions for things that are unclear. Scholarship requires discipline, to be sure, but this disci-
pline serves the demands of scholarship rather than the wishes and desires of other people.
In short, intellectual mastery calls for sublimited forms of aggression rather than for sub-
mission to constraints.

This brief discussion likely exaggerates the real differences between the demands of in-
stitutional conformity and the demands of scholarship, but it does serve to call attention to
points of possible conflict. How incompatible are these two sets of demands? Can both be
mastered by the same person? Apparently so. Certainly not all of our student council pres-
idents and valedictorians can be dismissed as weak-willed teacher’s pets, as academic
Uriah Heeps. Many students clearly manage to maintain their intellectual aggressiveness
while at the same time acquiescing to the laws that govern the social traffic of our schools.
Apparently it is possible, under certain conditions, to breed “docile scholars,” even though
the expression seems to be a contradiction in terms. Indeed, certain forms of scholarship
have been known to flourish in monastic settings, where the demands for institutional
conformity are extreme.

Unfortunately, no one seems to know how these balances are maintained, nor even how
to establish them in the first place. But even more unfortunate is the fact that few if any
school people are giving the matter serious thought. As institutional settings multiply and
become for more and more people the arcas in which a significant portion of their life is
enacted, we will need to know much more than we do at present about how to achieve a
reasonable synthesis between the forces that drive a person to seek individual expression
and those that drive him to comply with the wishes of others. Presumably what goes on in
classrooms contributes significantly to this synthesis. The school is the first major institu-
tion, outside the family, in which almost all of us are immersed. From kindergarten on-
ward, the student begins to learn what life is really like in The Company.

The demands of classroom life discussed in this chapter pose problems for students and
teachers alike. As we have seen, there are many methods for coping with these demands
and for solving the problems they create. Moreover, each major adaptive strategy is subtly
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transformed and given a unique expression as a result of the idiosyncratic characteristics
of the student employing it. Thus, the total picture of adjustment to school becomes infi-
nitely complex as it is manifested in the behavior of individual students.

Yet certain commonalities do exist beneath all the complexity created by the uniqueness
of individuals. No matter what the demand or the personal resources of the person facing
it there is at lcast one strategy open to all. This is the strategy of psychological withdrawal,
of gradually reducing personal concern and involvement to a point where neither the de-
mand nor one’s success or failure in coping with it is sharply felt. In order to better under-
stand student tactics, however, it is important to consider the climate of opinion from

which they emerge. Before focusing on what they do in the classroom, we must examine
how students feel about school.



